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ABSTRACT 
This study was conducted at the adult college of a midsize private university in 
Colorado. The purpose of this research was to determine if underprepared students 
proved to be more successful after completing a remedial Basic English course.  For this 
study, underprepared students were defined as those individuals who scored 49 points or 
less on their admission essay or did not complete the essay within three semesters. 
Success was defined as maintaining a 3.0 GPA on a 4.0 scale.  This research was 
conducted with the intention of evaluating the success of undergraduate underprepared 
adult students. 
The target population included all new students who began classes in one of the 5 
or 8 week sessions in the fall 2005.  Of the 518 new students who began classes in the fall 
2005, 171 were defined as underprepared. The underprepared student records from fall 
2005 through the summer 2006 were retrieved and analyzed.  Student names and 
numbers were eliminated from the data collection process to ensure anonymity. 
Surprisingly, the results of the study did not support the researcher‘s hypothesis. 
Students who completed the Basic English course did not prove to be successful. 
However, those who did not complete the Basic English did prove to be successful. 
While the results did not support this researcher‘s hypothesis, there were significant 
findings that came out of this study. 
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Chapter 1 
Introduction 
Recent societal changes are forcing more and more individuals to attend 
postsecondary institutions (Aslanian, 2002).  For example, employers who formerly hired 
high school graduates or individuals with two year degrees have come to view a four year 
degree as essential to employment (Miller, 1996). However, McCabe (2000) suggested 
that nearly 58% of students leaving high school are not prepared to begin college level 
work.  Furthermore, changes in welfare reforms and immigration laws are forcing these 
individuals —into the classroom as they prepare for jobs that pay a living wage“ 
(Southard, 2004, p. 1).  In addition, many students seeking higher education are re-entry 
adults who have been away from the formal learning environment for several years. 
Clearly stated, many U.S. residents are simply unprepared for college level academia. 
Fortunately, —the response from most postsecondary institutions has been to recognize the 
increasing diversity of the students entering their schools and to accept that some of these 
students will arrive in need of additional preparation for college study“ (Miller, 1996, p. 
12).  Often, these students who are in need of additional academic preparation become 
labeled as underprepared. 
McCabe (2003) proposed that, —each year one million students-one in four who 
enter higher education-are underprepared“ (p. 14).  According to the National Center for 
Education Statistics (NCES, 2000; as cited in Perkhounkova, Noble, & Sawyer, 2005), 
almost 30% of all U.S. postsecondary students are underprepared.  In fact, McCabe 
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(2000) stated that nearly 30% of four year college enrollees and 41% of community 
college enrollees are inadequately prepared in at least one of the following basic skills: 
reading, writing, and arithmetic.  Roughly 40% of these individuals are adult students, 
often defined as 25 years and older (Oudenhoven, 2002; as cited in Schuetz, 2002). 
As more and more underprepared students seek education, there becomes a need 
to evaluate their success.  In doing so, educators and practitioners question whether these 
inadequately prepared students are succeeding in their college classes after completing 
remedial coursework.  In response to this concern, this researcher examined the 
remediation and success of underprepared students in an adult undergraduate program. 
Success was defined as maintaining a grade point average (GPA) of 3.0 on a 4.0 grading 
scale over three semesters (fall 2005, spring 2006, and summer 2006).  An underprepared 
student was defined as someone who scored below the writing proficiency level on their 
admission essay or did not complete the essay within three semesters. 
Most often, students become labeled as underprepared through admission testing 
(McCabe, 2003).  If the student scores below the pre-set proficiency level, he/she is 
usually advised to take remedial courses to ensure college success.  Many of the 
universities across the nation have some form of admission testing (i.e., ACT, SAT or 
writing/math proficiency).  Entrance criteria are often based upon the type of college the 
student is seeking attendance.  For example, adult programs may not require a student to 
take the ACT or SAT.  In fact, according to the Nontraditional Students Report (2001a, 
2001b; as cited in Williams, 2002), —admission policies for adult programs tend to be less 
stringent since adults tend to be more goal oriented and more committed to learning“ 
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(p. 8). Entrance criteria are used to assess a student‘s level of basic skills.  From these 
assessment results, students are placed in developmental or remedial type courses as a 
means to prepare them for college level work.  Although the three —R‘s“ of education 
(reading, writing and arithmetic) are significant to basic skill educators, it was beyond the 
scope of this study to address all three.  Therefore, this researcher was primarily 
concerned with writing remediation as a predictor of student success. 
The institution in this study is a midsized university located in the Rocky 
Mountain region.  There are six campuses located across the Front Range of Colorado 
and two campuses located in Las Vegas, Nevada. The university consists of three 
separate colleges (traditional, healthcare, and adult).  The traditional college serves recent 
high school graduates seeking undergraduate degrees in liberal arts, sciences and pre-
professional programs.  The healthcare college serves students seeking either 
undergraduate or graduate degrees in healthcare professions of nursing, physical therapy, 
and administration.  The adult college serves adult students seeking either undergraduate 
or graduate degrees in liberal arts, business, communication, computer science and 
teaching.  The adult program is designed to meet the flexible needs of the working adult. 
Due to the limited scope of this study, this researcher focused only on the undergraduate 
adult learning program of the university. 
Miller (1996) reported that 80% of American colleges have an open admission 
policy. According to Miller, these institutions accept students into their programs 
regardless of the academic preparedness; thereby, limiting entrance, access or opportunity 
barriers.  However, if students are academically unprepared, these schools offer some 
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form of remediation to prepare these students for college level work. The institution in 
this study offers an open admission policy, minimizing any barriers the adult student may 
face when returning to school. 
To apply to the undergraduate adult program at the institution in this study, the 
student must complete an application (See Appendix A), submit a $50 application fee, 
and document 3 years of post high school work experience on the employment section of 
the application.  The final piece of the admission process is a 300-500 word admission 
essay.  Students select one of the four available topics to write their essay (See Appendix 
B).  At the time of this study, it was recommended that students complete their essay 
within 10 days of submitting their application.  However, there was no policy in place to 
monitor whether or not the student followed this recommendation.  The admission essay 
was a tool that the university staff used to place students in appropriate English courses. 
Problem 
This researcher was concerned with the success rate of underprepared 
undergraduate adult students at a four year university.  Unfortunately, there was a limited 
amount of literature on adult students who were underprepared at the university level. 
Most of the literature represented the community college as the primary setting for 
research on underprepared students.  This might possibly have correlated with the fact 
that more than 90% of community colleges across the nation provide remedial courses in 
mathematics, reading and writing to prepare students for college level courses (McCabe, 
2003).  With this literature available, one might suggest that similar findings of the 
success of underprepared students would exist, regardless of whether the student 
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attended a two year or four year institution.  As a result, this researcher explored the adult 
student success rate of remediation at a four year university.  The results of this study will 
contribute to an existing body of literature and offer educators and practitioners a more 
comprehensive view of remediation at all levels of higher education. 
In this study, admission essay scores were used for the placement of students in 
the appropriate level English course. Students‘ essays were graded with a rubric (See 
Appendix C).  The rubric consisted of 10 criteria of effective writing with —1“ being the  
lowest score and —10“ being the highest. There were 100 points possible.  Students 
scoring 49 pointes or lower were advised to take the Basic English course (EN200). The 
Basic English course was intended to prepare students for college level writing.  Those 
students scoring 50 points or higher were exempt from EN200 and advised to take the 
appropriate college level English course based on their writing scores. 
This study was a follow up to the Williams (2002) study and conducted at the 
same university.  Since the Williams study, there has been virtually no research 
conducted at this university on the success rate of underprepared adult students who are 
in need of a Basic English course. This research became timely as policy makers at this 
institution were eager to learn more about the success of their undergraduate 
underprepared students. To that end, this researcher identified the underprepared student 
population as those students who did not complete the admission essay or completed the 
essay and scored 49 points or lower.  Data from this student population was examined to 
determine their success.  Success was defined as maintaining a GPA of 3.0 on a 4.0 
grading scale over three semesters (fall 2005, spring 2006, and summer 2006). Two 
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distinct groups were identified from the population of underprepared students. 
• Group 1 - students who did not take the Basic English course (EN200) within 
three semesters (fall 2005, spring 2006, and summer 2006). 
• Group 2 - students who took the Basic English course (EN200) within three 
semesters (fall 2005, spring 2006, and summer 2006). 
Relevance 
This study was an extension of a previous work done by Williams (2002) and was 
conducted at the same institution.  Williams used admission essay results as the predictor 
of student success.  At the time of her study, she found that undergraduate adult students 
who wrote competently were more successful than those who did not write competently. 
She defined success as maintaining a GPA of 3.0 on a 4.0 grading scale and completing 
three courses over a 12 month period.  Williams suggested that further research be 
conducted on the success of students in need of a Basic English course.  As a result, this 
researcher identified a group of students in need of a Basic English course and explored 
their success.  Success was defined as maintaining a GPA of 3.0 on a 4.0 grading scale 
over three semesters (fall 2005, spring 2006, and summer 2006). 
At this time, it is worth mentioning two significant changes in the admissions 
process since Williams (2002) conducted her research.  First, the file completion process 
changed.  At the time of the Williams study, the complete admission file consisted of:  
an application, a $50 application fee, official transcripts from every school attended to 
include military training documents, and a graded admission essay.  The essay consisted 
of a 300-500 word paper describing what a Regis education meant to the student.  At this 
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point, the advising department evaluated any transfer credits and prepared a degree plan. 
The degree plan represented a working document of completed courses and those courses 
the student needed to complete for their selected bachelor degree.  Once the student‘s 
credits were transferred into the degree plan, the student was contacted for an advising  
appointment.  During this appointment, the student signed the degree plan and was 
advised on taking the appropriate writing course based on their admission essay score. 
Under the new file completion process, the student‘s file was complete with all of 
the above mentioned documents except the admission essay score.  Some students 
submitted the essay with their other documents, while others postponed completing their 
essay until after their file was complete, if at all.  As a result, the graded admission essay 
may not have been available during the scheduled advising appointment.  When the 
graded essay was not available for the advising appointment, advisors were unclear as to 
which English course to recommend.  This caused a cumbersome situation if a student 
needed the Basic English course, but the advisor did not have a graded writing sample at 
the advising appointment. 
Another change existed in the grading of the admission essay.  At the time of the 
Williams (2002) study, grading was conducted by a trained English instructor.  The 
grades were denoted as green, yellow and red.  The grade of green referred to competent 
writers where yellow and red referred to writers who were not competent.  Students 
receiving a green on their admission essay were placed in a college level English course. 
Those receiving a yellow or red were advised to enroll in a Basic English course. 
Students also had the option of taking the Basic English course rather than submitting the 
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writing sample. 
Under the new essay grading policy, the students writing was graded by a trained 
English instructor who utilized a rubric of 10 writing criteria.  Each criterion was 
evaluated using a number between 1 and 10 with —1“ being the lowest score and —10“ 
being the highest score.  There was a possible score of 100 points.  If a student scored 49 
points or lower he/she was advised to take the Basic English course (EN200) as one of 
his/her first 3 classes.  Students scoring higher than 49 points were advised to take a 
college level English course (200, 300 or 400 level).  Students scoring 50-74 points on 
the entrance essay were advised to take a 200 level course.  Those students scoring 
between 75œ89 pointes were advised to take a 300 level course.  Finally, students scoring 
90œ100 points could register in a 400 level course.  Although these courses were 
recommended based on the students admission essay scores, there was no process in 
place to monitor or enforce the advisors recommendation. 
Strategy 
The institution in this study is a midsized university in the Rocky Mountain 
Region.  This researcher focused primarily on the undergraduate adult learning program 
of the university.  For the purpose of this study, students scoring 49 points or lower on 
the admission essay were termed not competent in their writing skills and recommended 
to take a Basic English course. In addition, those students who did not complete the 
admission essay within three semesters were also termed not competent in their writing 
skills.  Those scoring 50 points or higher on the admission essay were termed as 
competent writers and were recommended to take college level English courses. 
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In an attempt to examine the success of students in terms of their writing skills, 
statistical data were gathered from new student records who began taking courses in the  
fall semester 2005.  At the institution in this study, there are 3 semesters (fall, spring, and 
summer).  Each semester is further divided into accelerated 5 and 8 week classes. 
There are three - 5 week start dates and two œ 8 week start dates for each semester (See 
Appendix D). This researcher was primarily concerned with exploring the success of 
new students who began taking courses in any of the 5 or 8 week start dates in the fall 
2005 semester. 
Data were reviewed and reported to determine the success of students defined as 
underprepared.  Underprepared students were defined as those individuals who scored 49 
points or less on their admission essay or did not complete the essay within three 
semesters. The primary focus of this study was to determine if underprepared students 
who took the Basic English course within three semesters (fall 2005, spring 2006, and 
summer 2006) would be more successful than those students who postponed enrollment 
in the course, if taking it at all.  Success was defined as maintaining a GPA of 3.0 on a 
4.0 grading scale over three semesters. 
Background 
Many authors (Williams, 2002; Perkhounkova et al., 2005; Campbell & Blakey, 
1996) have dedicated their efforts to conducting research and collecting statistical data to 
measure the success of underprepared students.  For example, Williams (2002) explored  
the effects of writing competency on an admissions essay as a predictor of student 
success in an adult undergraduate program.  Williams classified the students as 
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competent or not competent writers based on an admission essay grading criteria. 
Competency was defined as passing the admission essay (scoring a green).  Students 
not passing the admission essay (scoring a yellow or red) or electing to enroll in the Basic 
English course were termed not competent in their writing skills.  Williams found  
that competent writers were successful in an undergraduate adult program more often 
than those who were not competent.  Success was defined as maintaining a minimum 
GPA of 3.0 on a 4.0 scale and completing at least three courses over a 12 month period. 
Similarly, Perkhounkova et al. (2005) explored the effectiveness of 
developmental courses as a predictor of student success.  Success was defined as a —B“ or 
higher, or a —C“ or higher in subsequent college level courses after remediation.  Unlike  
other studies that have examined student success after remediation, this study considered 
the grade the student received in their developmental course. Perkhounkova et al. 
proposed that —the grade earned by the student in a developmental course is a more 
important predictor of later success than merely taking the course“ (p. 20). These authors 
suggested that there is a misconception that earning a —C“ grade in a developmental 
course means a student is prepared for college level courses. In fact, the Perkhounkova et 
al. study demonstrated otherwise.  Findings of the study suggested that —students who 
took developmental courses and earned higher grades (at least a B) in these courses were 
more likely to be successful than were other students with similar levels of academic 
preparation“ (p. 20).  Perkhounkova et al. proposed that policy makers should require  
students to earn a —B“ or higher in developmental courses before enrolling in subsequent 
college level courses. 
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Furthermore, Campbell & Blakey (1996) conducted a longitudinal study to 
determine whether early remediation affected the success of underprepared students. 
Early remediation was defined as taking a remedial course in the first year of enrollment. 
Although somewhat vague, their definition of success was defined as persistence toward 
degree completion.  Findings of the study suggested that early enrollment in remedial 
classes and degree seeking intent were predictors of success.  In addition, Campbell and  
Blakey found that high GPAs, the number of remedial courses taken, age, ethnicity, and 
gender were all predictors of underprepared student persistence. 
Obviously, there is a multitude of ways to define success of underprepared 
students.  Some researchers define success in terms of writing competency, others define  
success in terms of receiving higher grades in remedial courses, while even others define 
success as persistence toward degree completion.  Regardless of the ambiguity around the  
topic of student success, educators and practitioners are anxious to explore ways to 
measure the performance of the many underprepared students attending American 
colleges each year. 
Hypothesis 
The intention of the Basic English course (EN200) is to prepare students for 
college level writing.  The course is designed to provide underprepared students with the 
basics of grammar, punctuation, and paragraph structure.  This researcher hypothesized 
that undergraduate underprepared adult students who completed the Basic English course 
within three semesters (fall 2005, spring 2006, and summer 2006) would be more 
successful than those choosing to postpone enrollment in the class.  Underprepared  
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students were defined as those individuals who scored 49 points or lower on their 
admission essay or did not complete the admission essay within three semesters.  Success 
was defined as maintaining a GPA of 3.0 on a 4.0 scale over three semesters. 
Definitions of Terms 
• Accelerated classes œ Each semester is divided into three œ 5 week start dates and 
two œ 8 week start dates. 
• Admission essay - A 300-500 word paper on a select topic that a new student 
submits for admission into the university.  The results of the graded essay were used to 
place students into the appropriate English course. 
• Adult learner - A student defined as: 25 years or older, working full-time, and 
having family responsibilities. 
• Adult program - An academic program designed to meet the needs of adult 
learners.  Class schedules are flexible (i.e., evening, weekend, online, intensive). 
• Advisor - A staff member assigned to a student once his/her file is complete.  This 
person assists students through the course selection and his/her entire academic program. 
They are responsible for recommending remedial classes to students who score 49 points 
or lower on the admission essay. 
• Developmental course - A comprehensive course/program that addresses the 
needs of the whole person by integrating personal and academic development. 
• EN200 œ Essentials of Effective Writing.  A Basic English course students are  
advised to take when their graded admission essay is 49 points or lower. 
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• File completion œ Admission application, $50 application fee, and all transcripts 
including any military documents.  For the purpose of this study, the admission essay was 
not part of the file completion process. 
• Open admission policy - Institutions with this policy accept students into their 
programs regardless of their academic preparedness.  Open admission policies limit 
entrance, access or opportunity barriers. 
• Prospective student œ A student interested in the university who has not yet 
applied. 
• Remedial course - A course that focuses on compensating for deficiencies in prior 
learning. 
• Student status œ A prospective student who has applied to the university. 
• Underprepared student - Students who are lacking basic skills and defined as not 
prepared for college level coursework. 
Summary 
This chapter included the problem, relevance, strategy, background, hypothesis 
and definitions of terms for this research.  The issue of underprepared students in terms of 
assessment, placement and success was addressed.  Chapter 2 focuses on an in-depth 
review of what the literature states about underprepared students, developmental/remedial 
education and student persistence.  Chapter 3 contains the research methodology, data 
collection and statistical analysis for this research.  Chapter 4 includes the results of 
the statistical data.  Finally, chapter 5 summarizes this research and mentions limitations 
and recommendation for future studies. 
Chapter 2 
LITERATURE REVIEW 
Introduction 
In this chapter, the researcher examined literature on topics that address 
undergraduate students who are labeled academically underprepared.  Research suggests 
that underprepared students are those individuals who require remediation in basic skills 
(reading, writing, and arithmetic) to achieve success in college level academia.  The 
literature proposes that underprepared students encompass a variety of ages; from recent 
high school graduates to those students who have been away from the formal learning 
environment for a few or more years.  Although the literature on underprepared students 
is not often age specific, this research focused on the underprepared adult student and 
their success after completing a Basic English course.  Most of the literature does suggest 
that underprepared students are more successful after completing remedial courses.  This 
becomes important as societal changes are driving the need to educate all people, 
regardless of their academic preparedness.  As our society becomes more diverse, and our 
economy becomes more global, the need for remedial education becomes more of a 
reality.  Therefore, researchers and practitioners are eager to explore topics related to 
underprepared students, remediation, and student persistence. 
It became apparent that there was an insufficient amount of research on the adult 
underprepared student in terms of writing skills at four year institutions.  Fortunately, 
there was a significant amount of information on the role community college programs 
play in preparing students for college level academia.  With this information available, 
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one might suggest that there is little difference between underprepared students 
regardless of the type of institution (two year or four year) the student attends.  As a 
result, much of the literature presented in this chapter represents the underprepared 
student in the community college setting. 
Since the institution in this study consists of an undergraduate adult program, the  
literature review begins with a general overview of the profile and characteristics of the 
adult learner. Then the researcher delves further into the theoretical and experiential 
literature of underprepared students, remediation, and persistence. 
Adult Learner
  Historically, institutions of higher learning have catered to the traditional aged 
student (Bendixen-Noe, 1998).  In the literature, traditional aged students are often 
defined as those individuals 18-24 years old.  However, within the last 50 years, colleges 
and universities have faced the challenge of servicing a nontraditional (25 years and 
older) population of students.  Research suggests that this trend is expected to continue. 
According to the National Center for Education Statistics (2002; as cited Kasworm, 
2003), —75% of current undergraduate students are nontraditional because they are older; 
they have experienced a gap in their collegiate enrollment; they are part time learners, 
they are minorities; or they are financially independent“ (p. 2).  Of this percentage, over 
half are 25 years or older.  As the number of older students attending colleges continues 
to increase, —institutions must look at the uniqueness of the adult learner and attempt to 
meet their needs“ (Bendixen-Noe, p. 27). In an effort to academically meet their needs, 
researchers and practitioners continue to explore two questions: Who is the adult learner? 
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What are the characteristics that make them different from their younger counterparts? 
Adult learners are defined as those individuals who are 25 years of age or older 
(Bendixen-Noe, 1998).  They are often referred to as nontraditional, returning, or older 
students.  Most adult learners work full time, have family commitments, and are first 
generation students.  Bendixen-Noe reported that —the major reasons cited for college  
entry by the older students ranged from developing a new career, wanting to learn, and  
having the satisfaction of obtaining a degree“ (p. 28). 
Furthermore, adult students possess characteristics that are unique and differ from 
those of traditional students.  As Merriam (2001) states, Malcolm Knowles described the 
adult learner —as someone who: 
1.	 has an independent self concept and who can direct his or her own learning, 
2.	 has accumulated a reservoir of life experiences that is a rich resource for 
learning, 
3.	  has learning needs closely related to changing social roles, 
4.	  is problem centered and interested in immediate application of knowledge, 
5.	  is motivated to learn by internal rather than external factors“ (p. 5). 
Research suggests that adult students are valued for their maturity, motivation, 
and commitment (Kasworm, 2003).  Although it would seem logical that adult learners 
are better prepared for higher education, leaving the formal learning environment early 
has implications for concern.  Kasworm suggested that —because adult students are 
predominately re-entry, part-time students, there are still questions regarding the potential 
successful completion of adult learners in undergraduate studies“ (p. 6).  Similarly, 
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Brookfield (1986) argued that adults are not as quick to learn and are at different learning  
levels.  Furthermore, several authors (Bishop-Clark & Lynch, 1992; Lynch & Bishop-
Clark, 1994; MacDonald & Stratte, 1998; Ross-Gordon & Brown-Haywood, 2000) have 
suggested that adult students lack confidence in their ability to succeed academically. 
This lack of self confidence is directly linked to adult learners —perceptions that they may 
not be as well prepared as fellow students who have not left the formal learning 
environment“ (Ross-Gordon, 2003, p. 48). In fact, Gardiner (1994; as cited in Grimes & 
David, 1999) suggested that adult students are among one of the populations most likely 
to be academically unprepared compared to their younger peers.  Oudenhoven (2002; as 
cited in Schuetz, 2002) supported this statement by proposing that roughly 40% of all 
underprepared students attending college are adult learners. 
Underprepared Students 
Societal changes are drawing more and more students to postsecondary education. 
This is primarily due to the rapid advances in technology which are forcing our society to 
become a more skillful workforce (Aslanian, 2002).  Unfortunately, most citizens lack a 
postsecondary education to meet the demands of the changing economy.  Out of those  
who seek a college education, nearly 30% are not prepared for college level academia 
(McCabe, 2000).  In addition, our country is experiencing a significant influx of 
immigrants bringing with it a wide range of academic achievement levels.  Aslanian 
proposed that the community colleges are a solution to educating multiple cultures with 
varying academic preparedness. 
In a recent address, Alan Greenspan stressed that in order to stay competitive in 
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our global economy we must strengthen our workforce (Aslanian, 2002).  In doing so, he 
suggested the need to educate all people who have not previously participated in some 
form of higher education.  Similarly, McCabe (2000) proposed that our future depends on 
education more than ever.  The relevance of educating all people becomes a reality as the  
literature suggests that —80 percent of new jobs will require some postsecondary 
education“ (p. 24).  Even manual labor type jobs will demand knowledge of complex 
processes rather than a predetermined list of instructions.  Unfortunately, less than half of 
Americans have participated in postsecondary education.  As a result, the need to 
increase the educational status of our society becomes apparent. 
The number of high school graduates (65 %) attending college is on the rise 
(Aslanian, 2000).   However, many high school graduates who enroll in college are not 
prepared for the rigors of college level academia.  Aslanian proposed that —more than 
one-half of these students are first generation students (often from working-class families 
and minority backgrounds)“ (p. 24).  Being of a minority status often correlates to higher 
poverty and lack of educational preparation.  As a result, —government and institutions of 
higher learning have come to recognize the urgency of attracting and serving the 
postsecondary needs of underserved and underprepared populations.“ (p. 25). 
In an effort to ensure high academic standards, some four year public universities 
have chosen to ban remedial education as a means of serving the underprepared student 
(Aslanian, 2002).  To that end, many community colleges become the only opportunity 
for these less fortunate individuals to receive a formal education.  In fact, research 
suggests that the community colleges serve the widest student population.  The  
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population can range from the underprepared student looking for remediation to the 

individual with an advanced degree seeking additional training.  Most importantly,

community colleges become a solution for the underprepared student by

offering lower tuition rates, an open admission policy, technical and academic curricula,

and support services.  All of which become vital for the success of underprepared 

students.

In an effort to realize the differences between underprepared students and college 
ready students, Grimes and David (1999) surveyed freshmen at a community college in 
Florida.  In 1992, approximately 500 freshmen were asked to complete the Student 
Information Form.  This survey instrument was developed by the Cooperative 
Institutional Research Program (CIRP, 1966) and designed to gather data on student 
demographic, experiential, and attitudinal elements (i.e., age, gender, ethnicity, 
socioeconomic status, academic preparation, college enrollment decision, and self-
ratings). 
The student sample was asked to complete the survey during their freshmen 
orientation (Grimes & David, 1999).  The ethnicity of the sample included: 15.5% Black, 
4% Asian and 80% White.  The average age of the sample was 23 years old.  Fifty one 
percent of the sample consisted of college ready students; whereas 48% were defined as 
academically underprepared.  College ready students were identified as those who 
completed the statewide Computerized Placement Test (CPT) and termed proficient in 
reading, writing and mathematics.  Academically underprepared students were identified 
as those who did not meet the proficiency cut off scores. 
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The results of the study demonstrated insignificant differences between 
underprepared and college ready students in relation to age, family issues, gender or 
enrollment status (Grimes & David, 1999).  However, the groups differed significantly in 
terms of ethnicity, high school GPA and degree aspirations.  Namely, African American 
students were represented more significantly (21%) in the underprepared group compared 
to (6%) for the college ready group. The GPAs differed for each group where 
underprepared students had an average GPA of B- and college ready students had an 
average GPA of B.  Furthermore, most underprepared students aspired to achieve 
vocational or associate degree programs.  Whereas, college ready students aimed for 
bachelor or graduate degrees.
  Analysis on the college enrollment decision data demonstrated that 
underprepared students produced higher mean scores on: (1) improving reading and study 
skills, (2) satisfying parental desires, and (3) difficulty finding a job (Grimes & David, 
1999).  Furthermore, the analysis of self ratings of academic ability revealed significant 
differences between the two groups.  Underprepared students demonstrated lower self 
ratings in mathematical ability, reading speed and comprehension, self-confidence, 
writing ability, public speaking, and public health. 
Clearly, there are significant differences between underprepared and  
college ready students in terms of characteristics and perceptions of themselves on 
experiential and attitudinal measures.  As a result, colleges are faced with more than 
academic challenges.  They are also charged to support the many other limitations, such 
as self confidence, representative of the underperpared student population. 
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Expanding upon the effects of underprepared students, Pitts, White & Harrison 
(1999) proposed that faculty at open admission institutions experience frustration in the 
teaching environment despite remedial efforts.  This is primarily due to the fact that 
academic deficits of underprepared students have accumulated over 12 or more years and  
do not lend themselves to an easy fix.  Once students complete remediation, they enter 
college level classes.  Pitts et al. argued that even after these students complete remedial 
courses, they may still experience academic deficits. This becomes a challenge for 
faculty teaching college level courses where underprepared students are enrolled. 
Unfortunately, in many situations, faculty are expected to teach underprepared 
students without compromising the academic integrity of the curriculum (Pitts et al., 
1999).  Mason (1978) proposed that many underprepared students expect the instructor to 
provide remediation in the regular college classroom.  This scenario becomes difficult as 
many instructors do not feel secure in their ability to deal with students who are 
underprepared (Stark & Lattuca, 1997).  In fact, in many cases faculty are driven to lower 
their instructional standards and grading practices to accommodate the general student 
population (London, 1982; Cohen, 1986 and Seidman, 1985).  In a national study 
conducted by the Carnegie Foundation for the Advancement of Teaching (1989; as cited 
in Pitts et al.), three fourths of the faculty polled reported that students were seriously 
underprepared. 
In an effort to explore faculty perceptions of their experiences with underprepared 
students, Pitts et al. (1999) conducted a qualitative study at two open admission 
universities.  Seven participants from each institution with varying disciplines were 
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selected for the study.  The participants were selected based on the —likelihood that they 
would have had some experience with student academic underpreparedness in the 
classroom setting and because they did not teach remedial or developmental courses“
 (p. 346).  Eight of the selected faculty were male and six were female.  The data were 
gathered through open ended interviews.  In the interviews, participants were asked about 
their perceptions and experiences of teaching underprepared students.  The interviews 
were recorded for later transcription.  The data were analyzed to identify common 
themes: (1) basic problems associated with academic underpreparedness, (2) strategies to 
deal with problems, and (3) opinions, values, and feelings. 
All participants expressed that poor academic preparation of students constitutes a 
major problem for them both academically and personally (Pitts et al., 1999).  The 
analyzed data demonstrated several problems associated with teaching underprepared 
students and were identified as follows: 
1.	 Students basic skills level deficiencies were serious and pervasive. 
2.	 Students read and comprehend poorly and do not write at the college level. 
3.	 Student‘s attitudes and motivation were poor. 
4.	 Students make excuses for their deficiencies. 
5.	 Resources for teaching underprepared students in the regular college 
classroom were inadequate. 
6.	 Faculty felt they were forced to significantly water down the curriculum. 
Overall, the participants categorized the general population of student in their 
classrooms as poorly prepared for college level academic.  Several common themes 
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emerged when asked about coping strategies they used to teach underprepared students in 
the regular college classroom (Pitts et al., 1999). 
1.	 Teachers need to be flexible in their approach to teaching. 
2.	 Teachers need to go beyond the traditional role of teaching by counseling, 
motivating, inspiring, negotiating, and controlling. 
3.	 Teachers may need to reduce course content in both quantity and scope. 
4.	 Teachers have lowered expectations by modifying evaluation and grading. 
The third and final theme identified was the participant‘s opinions, values and  
feelings.  More specifically, participants expressed how they viewed the problem and 
what they thought could be done (Pitts et al., 1999). 
1.	 Teachers appreciated the intent of the open admissions policy, but felt 
strongly about the declining standards. 
2.	 Teachers have different priorities and agendas than students. 
3.	 Teachers felt that the large number of underprepared students in their classes 
was a contributing factor in their deteriorating attitudes toward their jobs. 
4.	 Teachers expressed the need for more resources and leadership to assist them 
when working with poorly prepared students. 
The findings demonstrated that —underpreparedness significantly affected how 
participants in this study taught, the way they structured their courses, and the way they 
evaluated students“ (Pitts et al., 1999, p. 363).  Most expressed confusion about their role 
as teachers and appropriate requirements for their students.  As a result, it becomes 
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apparent that faculty at open admission institutions personally struggle with the problem 
of underpreparedness. 
Remediation 
Research suggests that remedial education is an effective method for preparing 
underprepared students for college level academia.  In the 1960s, the first signs of 
remedial education began as our nation fought for equality (McCabe, 2000). 
Opportunities of higher education were made available to all people who had previously 
been excluded (i.e., unprepared, underserved and minorities).  According to McCabe, 
during this period —more college facilities were built than in the previous two centuries“  
(p. 2). In this new open admission format, students were allowed to enroll in any course 
regardless of their readiness.  As more and more students failed courses they were not 
prepared for, policy makers began to conceptualize the need for change. 
During the 1970s and 1980s, practitioners saw the need for identifying student‘s 
skill levels prior to enrolling in any class (McCabe, 2000).  As a result, college officials 
introduced entry testing as a means of identifying the readiness of students for 
appropriate placement.  McCabe suggested that —mandatory entry testing is becoming 
more common, but nearly half of the states lack policies that require it“ (p. 3). Entry 
testing is particularly vital to institutions that support an open admission policy, allowing 
students into their programs regardless of their academic preparedness.  Open admission 
educational institutions likely serve four distinct groups: (1) the well prepared, motivated, 
(2) the unprepared, high expectations, (3) the reasonably prepared, unmotivated, low self 
esteem, and (4) the unprepared, low expectation, low self esteem (Nielson, 1991). 
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According to Nielson, adults tend to fall into the unprepared, high expectation group. 
Due to the diverse student population open admission institutions serve, the need for 
entry level testing becomes a crucial component to their academic success. 
Entry level testing often includes basic skills assessment in reading, writing and 
mathematics.  The most popular form of testing is administered via a paper and pencil 
format (McCabe, 2003).  However, computer based assessment is gaining popularity. 
In fact, McCabe suggested that in some cases —educators have turned to computer 
programs that purport to score writing samples more efficiently and consistently“ (p. 35). 
One example is the Write Placer Plus, developed by College Board (2001) as part of its 
ACCUPLACER program.  The computer based testing program assesses students writing 
samples with immediate results. 
In an attempt to measure the effectiveness of entry level assessment such as the 
ACCUPLACER program, Saunders (2000) conducted a study at an open admission 
community college in Saint Louis, Missouri.  The purpose of the study was to evaluate 
the placement and success of students in entry level writing courses.  As many 
community colleges have an open admission policy, college officials become obligated to 
assess the tools used for placement purposes to ensure the success of all students.  In fact, 
Gillespie (1993) proposed that if an institution chooses to implement placement testing, 
than the reliability of these assessment tools must be examined to ensure that the results 
are effective in the appropriate level of course placement. 
In the Saunders (2000) study, —a retrospective analysis of 482 students who had 
taken ACCUPLACER Sentence Skills test between January and August 1999 of their 
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enrollment year, was performed“ (p. 2).  The aim of the study was to determine the 
correlation between students test scores and their success in the recommended entry level 
writing courses.  Success was defined as receiving a grade of ”C‘ or better in the 
recommended course. Entry level English placement was determined by preset 
ACCUPLACER scores.  Students scoring from 36 to 82 were placed in either one of two  
(ENG 020, ENG 030) entry level writing courses. Those scoring 83 and above were 
placed in a college level English courses (ENG 101 or ENG102). 
Analysis of the data demonstrated that —64% of those enrolled in the pre-college  
level writing courses, English 030 and 020, were successful“ (Saunders, 2000, p. 3).  Of 
those registered in college level writing course, 58% received a ”C‘ or better.  The results 
are in alignment with Roueche and Roueche‘s (1993) recommendation of 50% success 
rate for entry level writing success.  Therefore, the ACCUPLACER testing proved to be a 
viable instrument in placing students appropriately. 
Despite the research that supports remediation and student success, some 
practitioners still do not value remedial education (McCabe, 2000).  In fact, remedial 
education has always been a controversial topic.  Over the last two decades, debates over 
remedial education have begun to intensify.  Opponents of remedial education argue that 
remedial curricula is a repeat of the basic skills taught in high school.  They also believe 
that remedial programs compromise the integrity of college level academia.  On the other 
hand, those who support remedial education argue that one cannot deny the importance of 
a well educated society.  They also highlight the low cost and benefits of remedial 
programs. Regardless of the debates over remedial education, McCabe announced that 
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—America has no one to waste“ (p. 25).  We must provide open admission and the right to 
succeed for every student, regardless of their academic readiness. 
In an attempt to realize the benefits of remedial education, McCabe (2000) 
conducted the first National Study of Community College Remedial Education.  The 
study consisted of twenty five community colleges that were selected based on their 
region and type of institution (i.e., urban or rural).  Data were collected from student 
records and follow up interviews with students who successfully completed remediation. 
The findings demonstrated that: 
1.	 Forty three percent of community college remedial students complete their 
program successfully. 
2.	 Remediated students pass 88% of college level English classes and 82% of 
mathematics classes. 
3.	 Most remedial students sought occupational programs. 
4.	 Ninety eight percent of students become employed after successful 
remediation. 
5.	 Mandatory testing and placement are essential to remediation programs. 
Despite the supporting evidence of student success after remediation, there 
continues to be controversy around mandatory testing and placement of underprepared 
students (Hadden, 2000).  Many institutions across the country implement placement 
testing to identify basic skills students are lacking.  The dilemma arises once these 
underprepared students are identified.  The controversy is over access versus success. Is 
it ethical to deny a students freedom of choice by requiring them to take a remedial 
28 
course?  Is it ethical to deny access to a class if students are not prepared for the  
curriculum?  Is it ethical to allow students to fail knowingly they are not prepared?  Is it 
ethical to require faculty members to maintain academic rigor when half of the students 
are underprepared?  These are some of the questions surrounding the debate of 
mandatory placement. 
Hadden (2000) proposed that —the overarching dilemma rests at the heart of what 
community colleges pride themselves on most - the egalitarian position of open access 
and the effort to provide all students with the highest quality of education“ (p. 823).  As 
with all ethical issues, no right answer exists.  One thing is clear, these ethical issues lead  
to ironies that question mandatory placement of underprepared students. 
The ethical dilemma becomes more pronounced in states like Colorado.  In 
Colorado, state policy mandates placement testing but allows students the right to waive 
taking remedial courses (Hadden, 2000).  Roueche and Roueche (1993) proposed that this 
dilemma puts community college officials —between a rock and a hard place“ (p. 103). 
The concept of open access allows all students the right to enroll in college level course 
regardless of their level of proficiency and also opens the possibility of student failure. 
Similarly, Mitchell (1989) characterized the admittance of underprepared students into 
open access programs as —committing the fraud of promising and charging for 
educational services that we could not deliver because we gave students the right to fail 
and provided programs that all but insured that they exercised the right“ (p. 4). 
Moreover, Dr. Dorothy Horrell, president of Colorado Community College and 
Occupational Education Systems (CCCOES) summarized the community college 
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dilemma as a debate between two conflicting views.  On the one side, research 
demonstrates that students become more successful after completing remediation courses. 
On the other side, postsecondary students have the right to make their own decisions on 
whether to complete remediation type courses.  Horrell also mentioned the importance of 
creating higher standards for high school graduates as well as communicating the skills 
needed for college success. 
According to a recent report from CCCOES, 18.2% of the college student body 
was enrolled in one or more basic skills class (Hadden, 2000).  Although this percentage 
is significant, it would be considerably higher if students did not have the right to waive 
remedial course recommendations.  The data for this report were gathered from 12 of the 
16 Colorado Community Colleges for the academic year 1997 to 1998. In a CCCOES 
report profiling basic skills, —approximately 57% of those enrolled in developmental 
courses are not recent high school graduates, so the hope that improving high school 
standards will eliminate the need for developmental studies is, perhaps, wishful thinking“ 
(p. 825).  Furthermore, regardless of the efforts to improved high school standards, there 
always exists a need to provide remedial classes for adult students returning to college. 
With more and more adults returning to education, the need for developmental courses 
will continue to exist. 
Ironically, colleges across the U.S. have no difficulty enforcing prerequisite 
requirements for upper level courses; however, mandating a certain level of proficiency 
before students enroll in college level courses triggers debate (Hadden, 2000).  For 
instance, no one questions an institutions prerequisite policy requiring a student to take a  
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General Chemistry course before enrolling in an Organic Chemistry course.  These  
students are simply not familiar with the foundational knowledge to be successful in an 
upper level chemistry course. Proponents of developmental education argue that the  
same concept holds true for basic skills.  In order for a student to be successful in a 
college level course, they must be proficient in basic skills (i.e., reading, writing and 
arithmetic).  Despite —research and reports that indicate the success rate of students who 
remediate is higher than those students who waive remedial placement“ many college 
officials are not willing to take the step of mandating remedial placement (p. 828). 
Therefore, this ethical dilemma continues to challenge policy makers as they search for 
the best solution to providing student success and open course access. 
Yet, another irony exits in terms of performance indicators.  Curtin (1999) 
announced that one of the performance targets of the Colorado Commission on Higher 
Education is graduation rates.  This pressure to produce more college graduates can have 
adverse effects in the classroom.  Instructors may feel the pressure to remediate 
deficiencies in an attempt to help students comprehend what they are teaching.  However, 
these remedial practices in the classroom can compromise the rigor of the course.  Such 
results can reinforce the misconception that community colleges are operating below the 
required academic standards. 
Young (2002) proposed that  —given the projected increased need for remedial 
instruction in higher education, community colleges must be proactive in demonstrating 
the worth of remediation“ (p. 16).  Furthermore, college officials must also continue to 
justify the merit of remedial programs to a public that demands accountability. 
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Therefore, educators and practitioners continue to explore the success of remedial 
programs.  In doing so, researchers are eager to examine the persistence and retention of 
remediated students. 
Persistence 
Student persistence and/or retention continue to be at the forefront of discussions 
among educators and practitioners.  While these terms are used interchangeable, they are  
often used to explain a student‘s perseverance toward a course and/or degree completion. 
A great deal of research has been dedicated to the persistence and retention of college  
students (Young, 2002).  However, according to Kasworm (2003), research on 
persistence for adult students has always been highly problematic since adults represent 
interrupted enrollments and reentry activity.  In fact, Kasworm proposed that adult 
students bring to the educational environment —between 1 to 15 collegiate transcripts of 
other prior institutional enrollments“ (p. 7).
 Although there is a great deal of literature on persistence and retention, most does not 
specifically focus on the underprepared student (Young, 2002).  For example, Vince 
Tinto is known for his theoretical model of college retention.  In his model, he proposed 
that —student persistence is directly influenced by institutional and goal commitment“ 
(Young, p. 7).  While Tinto‘s model is widely accepted, it does not speak to the needs of 
underprepared students. If proponents of remedial education —are correct when they 
argue that remedial instruction is necessary, effective, and economical,“ then it becomes 
important to —understand how to keep underprepared students persisting towards their 
academic goals“ (p. 6). 
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In an effort to explore the concept of persistence after remediation, Young (2002) 
addressed several studies in her argument about the importance of understanding how to 
retain remedial students.  For example, Batzer (1997) found that —academically 
underprepared students who completed remediation earned higher grades in college level 
English and college level math than those who did not complete remediation“ (p. 4). 
Batzer also reported that students who took remedial classes persisted longer than 
students who completed no remediation.  Similarly, Schoenecker, Bollman, and Evens 
(1996) demonstrated that remediated students —performed as well as or better than the 
students originally classified as college prepared“ (p. 1).  Furthermore, a study conducted 
at Sinclair Community College suggested that remedial students were more likely to 
persist in college than students who did not need remediation.  These studies suggest that 
remediation aids in the persistence and retention of underprepared students.  Therefore, it 
is in the interest of researchers to understand what keeps remedial students persisting 
after remediation. 
In an effort to realize retention of remedial students, Young (2002) proposed three  
key concepts that contribute to persistence: (1) teaching and learning, (2) mandatory 
assessment and placement, and (3) institutional outreach.  First, she suggested that using 
the correct approach of teaching and learning yielded high remedial student persistence. 
The various approaches to teaching and learning are often identified in learning theories 
(i.e., humanistic, behaviorist, and developmental).   The humanistic approach is —where 
students are responsible for their own learning and the role of the teacher is a facilitator to 
that learning“ (p. 9).  Young proposed that remedial students are not ready for self 
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directed learning.  The behaviorist approach to learning is characterized by self paced  
learning, also not conducive to remedial courses.  In the developmental approach to 
learning, —instructors are intimately involved with helping students move from one level 
of knowledge to another“ (p. 9).  Of the three possible learning theories, research 
suggests that the developmental approach is most effective in remedial classrooms. 
According to Young (2002), the second key concept that leads to persistence in 
remediated students is mandatory assessment and placement.  While there is controversy 
around the topic of mandatory assessment and placement, the research suggests that  
assessment and placement of underprepared students aids in the success of their college 
experience.  In addition, Young argued that educators and practitioners cannot provide 
suitable developmental programs if they do not know which students need to be 
remediated.  Furthermore, —while critics argue that mandatory assessment and placement 
lowers a student‘s self-esteem and forces them into unwanted and expensive classes, 
proponents maintain that if the purpose of the developmental coursework is explained to 
students, students will recognize the importance of the remediation in reaching their 
education and career goals“ (p. 12). 
The third key concept that leads to persistence in remediated students is active 
institutional outreach programs (Young, 2002).  An example of institutional outreach is 
creating partnerships with secondary, two year and four year schools.  This can create an 
awareness of the academic standards and expectations that high school graduates will 
need to be successful at the college level.  In conclusion, effective teaching and learning 
techniques, mandatory assessment and placement, and active institutional outreach with 
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local schools are three key concepts that yield high retention rates of remedial programs. 
In a recent study, Moore (2002) proposed that —the nationwide retention rate of 
developmental education students in higher education is approximately 33%“ (p.5).  In an 
attempt to compare retention at community colleges and four year institutions (i.e., 
public, private), Moore analyzed data from a survey of more than 5,000 students.  Student 
retention was defined differently for two year verses four year institutions.  Retention at 
two year institutions was defined as graduation or continuous enrollment at the end of 3.5 
years.  At four year institutions, retention was defined as graduation or continuous 
enrollment at the end of 5.5 years. 
Analysis of the data suggested significant differences between retention rates at 
the various colleges (i.e., two year, four year) and retention rates in terms of ethnicity 
(Moore, 2002).  At the community college level, 26% of developmental students were 
retained.  White students were found to be 3 times more likely than African Americans 
and 1.4 times more likely than Latinos to be retained.  At public four year colleges, 29% 
of developmental students were retained.  Whites were found to be 1.4 times more likely 
than African Americans and 1.1 times more likely than Latinos to be retained at public 
colleges.  When compared to community colleges and public four year colleges, private 
four year colleges demonstrated the greatest percentage (42%) of developmental students 
retained.  In addition, —African American students are 1.1 times more likely than White 
students to be retained at private colleges, and 1.4 times more likely than Latino students 
to be retained at private colleges“ (p. 7). In conclusion, the average retention rate at four 
year colleges is significantly higher than the retention rate at community colleges.  Also, 
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African American developmental students have the greatest chance of retention at four 
year private institutions. 
In a similar study, Kolajo (2004) found that —there is a positive link between the 
number of developmental courses taken and time to graduation“ (p. 365). In this study, 
data were collected from a community college for both developmental and non-
developmental students over a three year period. Academic records of the college‘s 
graduates were analyzed by age, number of semesters and overall GPA.  Student data 
were separated into four groups based on placement testing:  (1) those who took only one  
developmental course, (2) those who took two or more developmental courses, (3) those 
who required no developmental coursework, and (4) those who transferred from another 
school and were not required to take placement testing. 
Results of the analysis demonstrated that students who took only one 
developmental course —had an average age at graduation of 30 years, took on average 10 
semesters to graduate, and had an average overall GPA of 3.25“ (Kolajo, 2004, p. 368). 
Those students who took two or more developmental courses, graduated at an average of 
27 years old, took 11 semesters to graduate, and had a GPA of 2.86. Those students who 
were not required to take developmental coursework, graduated considerably younger at 
25 years, graduated within 8 semesters and had a GPA of 3.25.  Finally, students who 
transferred in and did not take developmental coursework graduated at an average age of 
31 years, completed their program on an average of 6 semesters and had a GPA of 3.27. 
Results of this study demonstrated that students who took one developmental course 
performed equally well, with a GPA of 3.25, as regular students who were not required to 
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take developmental coursework.  In addition, as the number of developmental courses 
taken increased, so did the time to graduation.  This demonstrated that student‘s time to 
graduation is dependent on the number of developmental courses taken. 
In a recent ACT study, Perkhounkova et al. (2005) reported on the benefits of 
developmental courses as a predictor of student persistence.  The study was conducted at  
two large Midwestern universities (referred to as Institution I and Institution II).  ACT  
test scores and developmental course grades from 1997 through 2002 entering classes 
were gathered from Institution I.  Data for Institution II consisted of ACT test scores and 
developmental course grades from 1996 through 2000.  Both institutions determined 
placement into developmental courses (i.e., mathematics and English) based on in house 
placement test scores and ACT scores. 
Data were analyzed in two stages (Perkhounkova et al., 2005).  First, success was 
determined separately for students who took developmental courses and those who did 
not.  Success was defined as a —B“ or higher, or a —C“ or higher in subsequent college 
level courses after remediation.  Second, students‘ grades in developmental courses were 
included with ACT scores for predicting success in standard college level courses. 
Perkhounkova et al. proposed that if developmental instruction is effective, the 
probability of success for students who took developmental courses should be higher than 
the probability of success of those who directly enrolled in college level courses.  For 
institution I, —this expected outcome occurred for about 50% of the English course 
analyses and about 60% of the mathematics course analyses“ (p. 11).  For institution II, 
—this outcome occurred for only about 40% of the English course analyses and about 50% 
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of the mathematics course analyses“ (p. 11). 
Evaluation of students grades in developmental courses were added to ACT 
scores, the results almost always indicated that earning a high grade (A or B) in a 
developmental course increased students success in college level courses (Perkhounkova 
et al., 2005).  Whereas, students who scored lower grades (C or D) in developmental 
courses typically had lower success rates in college level courses.  Unlike other studies 
that have examined student success after remediation, this study considered the grade the 
student received in their developmental course.  Perkhounkova et al. proposed that —the 
grade earned by the student in a developmental course is a more important predictor of 
later success than merely taking the course“ (p. 20).  These authors suggested that there is 
a misconception that earning a —C“ grade in a developmental course means a student is 
prepared for college level courses.  In fact, the Perkhounkova et al. study demonstrated 
otherwise.  Findings of the study suggested that —students who took developmental 
courses and earned higher grades (at least a B) in these courses were more likely to be 
successful than were other students with similar levels of academic preparation“ (p. 20). 
Perkhounkova et al. proposed that policy makers should require students to earn a —B“ or 
higher in developmental courses before enrolling in subsequent college level courses. 
Although the research suggests that remediation yields student success in college 
level courses, it does not specifically address the issue of early remediation.  As a result, 
Campbell & Blakey (1996) conducted a longitudinal study to determine whether early 
remediation affected the persistence of underprepared students. Early remediation was 
defined as taking a remedial course in the first year of enrollment.  Persistence was 
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defined as the number of semesters a student attended from the Fall 1991 or Fall 1992  
through Fall 1995. 
Data were collected from new student records at a Midwestern community 
college for the Fall 1991 and Fall 1992 semesters (Campbell & Blakey, 1996).  As part of 
the admissions process, all new students were required to take the ASSET basic skills 
inventory which included three tests that measures student‘s skill levels in reading, 
writing and mathematics.  Students scoring at or above the proficiency level for all three 
tests were defined as prepared for college level work.  Those scoring below the  
proficiency level in one or more tests were defined as underprepared. The level of 
preparedness was further defined by the number of tests the student scored below the 
proficiency level (i.e., students scoring below on all three tests were the least prepared for 
college level work).  In addition, all new students were required to fill out an application 
which included their academic intent (i.e., degree seeking or nondegree seeking) and 
demographic information (i.e., age, ethnicity, and gender).  Finally, students cumulative 
GPA was tabulated from their first semester (either Fall 1991 or Fall 1992) through Fall 
1995. 
The student population consisted of 3,282 students who completed the ASSET 
basic skills testing for the Fall 1991 or Fall 1992 semester (Campbell & Blakey, 1996). 
Of the 3,282 students tested, 1,275 were defined as underprepared. The underprepared 
group consisted of: 639 students scoring below the proficiency level on one of the three 
tests, 443 students scoring below the proficiency level on two of the three tests, and 193 
students scoring below the proficiency level on all three tests.  Analysis of the data 
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demonstrated that cumulative GPA and number of remedial courses taken were the best 
predictors of student persistence for students who scored below the proficiency level on 
one or two of the three tests.  Where as cumulative GPA and taking remedial courses 
early (i.e., in the first year) were the best predictors of persistence for students scoring 
below the proficiency level on all three tests.  Analysis of additional variables 
demonstrated that the underprepared students at the —institution had a larger percentage of 
minority students, attempted fewer credits, had a lower GPA, were less likely to indicate 
a degree seeking intent, and were slightly older than their counterparts who were 
academically prepared“ (Campbell & Blakey, p. 10).  In conclusion, findings of the study 
suggested that early remediation was mostly a significant predictor of persistence for 
students who were the least prepared (scored below the proficiency level on all three 
tests) for college level classes. 
Summary 
In this chapter, the author presented theoretical and experiential literature on 
underprepared students, remediation, and persistence.  It became apparent that more and 
more underprepared students are seeking a college education.  Although much of the 
literature suggests that remedial education is effective in preparing the underprepared 
student for college level academic, opponents argue otherwise.  This controversy in the 
educational community challenges policy makers, educators, and practitioners to justify 
the effectiveness of their remedial programs to ensure the success of their students. 
Chapter 3 
METHODOLOGY 
Introduction 
The need for English remediation continues to be a topic of discussion among the 
educational community.  In fact, the literature suggests that remedial programs are a 
crucial component to the success of underprepared college level students.  Much of the 
research presented in Chapter 2 addressed theoretical and experiential evidence that 
supports the effectiveness of remedial programs.  While there is a significant amount of 
literature (Aslanian, 2002; Campbell, & Blakey, 1996; Hadden, 2000; Kolajo, 2004; 
McCabe, 2000; Perkhounkova, Noble, & Sawyer, 2005; Saunders 2000; Roueche, 
Roueche, 1993; Young, 2002) on remedial programs for underprepared students at the 
community college level, there is a limited amount of research dealing with the 
remediation at four year institutions.  As a result, this researcher examined the effects of 
English remediation as a predictor of student success in an adult undergraduate program 
at a four year university.  Success was defined as maintaining a GPA of 3.0 on a 4.0 
grading scale over three semesters (fall 2005, spring 2006, and summer 2006). 
As previously discussed, the institution in this study operates on a three semester 
accelerated format.  Each semester consists of two 8 week start dates and three 5 week 
start dates (See Appendix D).  This researcher was primarily concerned with the success 
of English remediation for students from fall (August 29, 2005) through summer (August 
27, 2006).  Student records for the three semesters were evaluated to determine if 
remediation was a predictor of student success in an adult undergraduate program. 
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Since there is virtually no research documenting the success of remediation in adult 
undergraduate four year programs, this research will contribute to a limited body of 
literature by offering educators and practitioners a more comprehensive view of 
remediation at various levels of higher education, to include adult learning programs. 
Many adults have been away from the formal learning environment for 5 or more 
years (Williams, 2002).  Therefore, the potential for remediation exists in adult learning 
programs as many adults may need to improve on their academic skills (i.e. reading, 
writing and arithmetic).  As many adults return to education, it becomes invaluable to 
regularly evaluate the effectiveness of the assessment and placement processes to ensure 
the academic success of the underprepared student population.  As a result, this research 
became timely as policy makers at this institution were eager to learn more about the 
success of their undergraduate underprepared students. 
Research Design 
As discussed in Chapter 1, to apply to the undergraduate adult program at this 
institution, the student must: complete an application (See Appendix A), submit a $50 
application fee, and document 3 years of post high school work experience on the 
employment section of the application.  The final piece of the admissions process is a 
300-500 word admission essay.  Students select one of the four available topics to write 
their essay (See Appendix B).  It was recommended that students complete their 
admission essay within 10 days of submitting their application.  The graded essay is a 
tool the university uses to place students in the appropriate English course. 
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The students‘ essays are graded by a trained English instructor who utilized a 
rubric (See Appendix C).  The rubric consists of 10 criteria of effective writing with —1“ 
being the lowest score and —10“ being the highest.  There are 100 points possible. 
Students scoring 49 pointes or lower are advised to take the Basic English course 
(EN200).  The Basic English course is intended to prepare students for college level 
writing.  Those students scoring 50 points or higher are exempt from taking EN200 and 
are placed in the appropriate English course based on their writing score.  As discussed in 
Chapter 1, students scoring 50-74 points on the entrance essay are placed in a 200 level 
college English course.  Those students scoring between 75œ89 pointes are placed in a 
300 level college English course.  Finally, students scoring 90œ100 points can register in 
a 400 level college English course. 
In this study, the researcher‘s goal was to quantitatively determine if a 
relationship exists between English remediation and student success in an adult 
undergraduate program.  Since there was a significant volume of student data that could 
be analyzed, a quantitative research project was appropriate.  A quantitative study 
allowed this researcher to utilize numerical data from student records and make objective 
evaluations.  From these evaluations, conclusions were drawn based on statistical 
correlations and recommendations were made as to the success of the underprepared 
student population at this four year adult institution. 
Microsoft Excel 2003 was used in this study to carry out the statistical analysis. 
The analysis was evaluated on two distinct groups of the sample population: 
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• Group 1 - students who did not take the Basic English course (EN200) within 
three semesters (fall 2005, spring 2006, and summer 2006). 
• Group 2 - students who took the Basic English course (EN200) within three 
semesters (fall 2005, spring 2006, and summer 2006). 
The mean cumulative GPA and standard deviations were calculated for each 
group.  This researcher hypothesized that remedial English aids in the success of 
underprepared students. Therefore, students in Group 2 would prove to be more 
successful than students in Group 1.  The flowchart illustrated in figure 1 demonstrates 
the research design used in this study. 
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All SPS undergraduate new students 
(online or classroom based ) who took at least one class starting in Fall 2005 
(excluding TE, Graduate programs & Las Vegas campus ) 
(Target Population ) 
Student completes admission 
essay by summer 2006 
Student Scores 49 points or less on
 admission essay 
(Sample Population) 
Student took Basic English course(EN200)
 by summer 2006 
NO 
YES 
NO 
YES 
Student Scores 50 
points or higher 
Not part of study YES 
Group 2 
Student who took the 
Basic English course 
(EN200) 
Group 1 
Student who did not 
take the Basic English 
course (EN200) 
NO 
Figure 1.  Flowchart of Research Design 
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Target and Sample Population 
As discussed in Chapter 1, the institution in this study is a midsized university 
located in the Rocky Mountain region.  There are six campuses located across the Front 
Range of Colorado (Fort Collins, Boulder, Broomfield, Lowell, Denver Tech Center, and 
Colorado Springs) and two campuses located in Las Vegas, Nevada.  The university 
consists of three separate colleges (traditional, healthcare, and adult). The traditional 
college serves recent high school graduates seeking undergraduate degrees in liberal arts, 
sciences and pre-professional programs.  The healthcare college serves students seeking 
either undergraduate or graduate degrees in healthcare professions of nursing, physical 
therapy, and administration.  The adult college serves adult students seeking either 
undergraduate or graduate degrees in liberal arts, business, communication, computer 
science and teaching.  The adult program is designed to meet the flexible needs of the 
working adult.  Due to the limited scope of this study, this researcher focused only on the 
undergraduate adult learning program of the university. 
In this study, the target population consisted of all new degree seeking 
undergraduate adult students who began taking classes in one of the 5 or 8 week start 
dates for the fall of 2005.  Student data were collected from the Fort Collins, Boulder, 
Broomfield, Lowell, Denver Tech Center, and Colorado Springs campuses along with 
online programs. The following data were excluded from this study: campuses outside of 
Colorado (Las Vegas), teacher education programs, and graduate programs.  The total 
target population included 518 new students who began taking classes in one of the fall 
2005 semester start dates. 
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As presented in Chapter 1, there are 3 semesters (fall, spring, and summer) at the 
institution is this study.  Each semester is further divided into accelerated 5 and 8 week 
classes.  There are three - 5 week start dates and two œ 8 week start dates for each 
semester (See Appendix D).  This researcher was primarily concerned with exploring the 
success of new students who began taking courses in any of the 5 or 8 week start dates in 
the fall 2005 semester (August 29, 2005 through December 18, 2005). 
The target population was further divided into a sample population of 171 
students who were identified as underprepared.  For the purpose of this study, 
underprepared students were defined as those individuals who scored 49 points or less on 
their admission essay or did not complete the essay within three semesters.  The sample 
population of underprepared students was divided into two distinct groups (Group 1 and 
Group 2).  Group 1 consisted of underprepared students who did not take the Basic 
English course (EN200) within three semesters (fall 2005, spring 2006, and summer 
2006).  Group 2 consisted of underprepared students who took the Basic English course 
(EN200) within three semesters (fall 2005, spring 2006, and summer 2006).  The sample 
population consisted of 33% of the target population.  This sample was adequate in size 
to allow the researcher to make generalizations about the data. 
Although the effects of completing the admission essay (scoring 49 points or 
lower) and taking a Basic English course (EN200) within three semesters likely pose 
significant success rates, this study only included three semesters (fall 2005, spring 2006, 
and summer 2006).  Therefore, the long term impact of English remediation is not visible 
in this project. 
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Data Collection Procedure 
The institution in this study operates on an accelerated semester (fall, spring, 
and summer) schedule.  Each semester is further divided into two œ 8 week and three œ 5 
week start dates (See Appendix D).  The subjects for this research project included all 
new incoming students who began taking classes in the fall of 2005.  Data collection 
were gathered for undergraduate adult students who began their coursework in one of the 
5 or 8 week start dates in the fall 2005 (August 29, 2005 œ December 18, 2005).  Students 
beginning classes prior to or after the fall 2005 semester were excluded from this study. 
This research became timely as policy makers at this institution were eager to 
examine the effectiveness of their English assessment and placement policies.  In some 
cases, when human subjects are involved in a research project, the Institutional Review 
Board (IRB) at this university requests approval. However, since the focus of this study 
was to evaluate existing university policies (English assessment and placement) and will 
only be used to make internal policy suggestions and decisions, it was determined that the 
IRB was not needed for this project.  As a result, data collection was relatively 
straightforward as this researcher is employed in the Marketing and New Student 
Enrollment (M&NSE) department at the university.  Student data were requested through 
the M&NSE Request Form process. This process is used by the various departments 
throughout the university to request data stored in the universities database.  The Request 
Form was filled out with the necessary data criteria (See below) and sent to the Data 
Coordinator of the M&NSE department.  The Data Coordinator pulled the student data 
from the university database and displayed the information in an excel spreadsheet. To 
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ensure the confidentiality of information, student names and student identification 
numbers were excluded from the spreadsheet.  The following data were requested by this 
researcher: 
• 	 Number of courses taken from fall (August 29, 2005) through summer (August 
27, 2006) 
• 	 Students‘ cumulative GPA from fall  (August 29, 2005) through summer (August 
27, 2006) 
• 	  Admission essay date and score 
• 	  Date EN200 taken and grade 
• 	  Date of birth 
• 	  Gender 
• 	  Campus location 
• 	  Employment status 
• 	  Major 
The student‘s number of courses taken, cumulative GPA, admission essay 
date/score, date EN200 taken/grade, date of birth and gender were used for the analysis. 
It was decided by the researcher that the remaining data, (campus location, employment 
status, and major) were not conclusive enough to make generalizations about the sample 
population.  The results of the analysis are displayed in Chapter 4. 
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Data Analysis 
The researcher hypothesized that undergraduate underprepared adult students who 
completed a Basic English course (EN200) within three semesters (fall 2005, spring 
2006, and summer 2006) would be more successful than those choosing to postpone 
enrollment in the class, if at all.  As previously discussed, underprepared students were 
defined as those individuals who scored 49 points or less on their admission essay or did 
not complete the essay within three semesters.  Success was defined as maintaining a 
GPA of 3.0 on a 4.0 scale over three semesters. The Mean GPA, Mean Number of 
Courses and Standard Deviations for two groups (Group 1 and Group 2) were evaluated 
in the overall analysis.  The following table illustrates a sample of the data analyzed. 
Table1 
Sample Table of Statistics Calculated 
Name of Statistic 
Sample Size 
Mean GPA 
Standard Deviation (GPA) 
Mean Number of Courses 
Standard Deviation 
(mean # of courses) 
Group 1 
n1
x1
s1
y1
d1
Group 2 
n2 
x2 
s2 
y2 
d2 
Note: 

n = size of Group s = standard deviation (GPA) y = mean # of courses

x = mean GPA d = standard deviation (mean # of courses)
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Summary 
This chapter consisted of the research design, sample population, data collection, 
and data analysis carried out in this project.  To determine whether a relationship exists 
between English remediation and student success, this research was quantitative in 
nature.  The Microsoft Excel 2003 package was used for the statistical analysis.  The 
results of the analysis were evaluated between two groups: Group 1- students who did not 
take a Basic English course and Group 2 œ students who did take a Basic English course. 
The statistical data provided information as to whether remedial English aids in the 
success of undergraduate underprepared adult students.  The results of this analysis are 
presented in Chapter 4. 
Chapter 4 
ANALYSIS OF THE DATA 
Introduction 
To be successful in postsecondary education, students must possess effective 
reading, writing, and arithmetic skills.  In some instances, students lack the necessary 
basic skills and are, therefore, dependent on the school for assistance.  In an effort to 
determine a student‘s basic skill level, many college admission policies require entering 
students to participate in testing.  Through these testing procedures, some students are 
identified as lacking the necessary skills needed for college success and are often 
recommended remedial courses.  These courses are designed to prepare the student for 
college level academia through identifying, learning, and practicing the skills needed for 
success. 
Much of the research suggests that remedial courses aid in the success of students 
labeled as underprepared.  Although the three —R‘s“ of education (reading, writing and 
arithmetic) are significant to basic skill educators, it was beyond the scope of this study to 
address all three.  Therefore, this researcher was primarily concerned with writing 
remediation as a predictor of student success in an adult undergraduate program. 
To ensure an adequate population for statistical analysis, this researcher chose to 
evaluate data for all new undergraduate adult students who began coursework in any of 
the 5 or 8 week start dates for the fall of 2005 semester (August 29, 2005 through 
December 18, 2005).  This group of students were defined as the target population of the 
study and consisted of 518 new students. 
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The target population was further divided into the sample population of 171 
students (33% of the target population).  The sample population included students 
identified as underprepared or not competent in their writing skills.  For the purpose of 
this study, underprepared students were defined as those individuals who scored 49 
points or lower on their admission essay or did not complete the essay within three 
semesters (fall 2005, spring 2006, and summer 2006).  Competent writers were defined as 
those students who completed the essay and scored 50 points or higher.  This population 
of students was not included in the statistical analysis. 
Students essay scores were entered in the university database by the 
Administrative Assistant of the Academic Resource Department.  To ensure the 
confidentiality of information, student names and identification numbers were excluded 
from the requested data.  This researcher requested only non identifiable data such as: (1) 
students‘ cumulative GPA from fall  (August 29, 2005) through summer (August 27, 
2006), (2) number of classes taken, (3) admission essay date and score, (4) date Basic 
English course (EN200) taken and grade, (5) date of birth, (6) gender, (7) campus 
location, (8) employment status, and (9) major. 
Statistical analysis was conducted on the population of underprepared students to 
determine if English remediation was a predictor of student success in an undergraduate 
adult program.  Success was defined as maintaining a GPA of 3.0 on a 4.0 scale over 
three semesters.  The analysis was carried out on the underprepared student population 
who began taking courses in the fall 2005 semester.  The underprepared student 
population was divided into two distinct groups: Group 1 œ those individuals who did not 
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take the Basic English course (EN200) within three semesters.  Group 2 - those 
individuals who took the Basic English course.  As previously stated, EN200 is a Basic 
English course students are advised to take when their graded admission essay is 49 
points or lower. 
Presentation of Data 
This researcher hypothesized that undergraduate underprepared adult students 
who completed a Basic English (EN200) course within three semesters (fall 2005, spring 
2006, and summer 2006) would prove to be more successful than those choosing to 
postpone enrollment in the class.  Success was defined as maintaining a GPA of 3.0 on a 
4.0 scale over three semesters. 
The intention of the Basic English course is to prepare students for college level 
writing.  The course is designed to provide underprepared students with the basics of 
grammar, punctuation, and paragraph structure.  For the purpose of this study, 
underprepared students were defined as those individuals who scored 49 points or lower 
on their admission essay or did not complete the admission essay within three semesters. 
The null hypothesis suggests that there will be no difference in success rates between 
Group 1 and Group 2.  As discussed earlier, Group 1 consisted of students who did not 
take the Basic English course within three semesters.  Group 2 consisted of students who 
did take the Basic English course. In statistical terms the null hypothesis is represented 
as, H0: µ1= µ2 
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Presentation of Tables and Figures 
In an attempt to further explore the overall population (target population) this 
researcher examined demographic variables, specifically, age and gender.  The target 
population consisted of all new undergraduate adult students who began coursework in 
any of the 5 or 8 week start dates for the fall of 2005 semester (August 29, 2005 through 
December 18, 2005).  This group included both competent writers (scored 50 points or 
higher on the essay) and those students labeled as underprepared (scored 49 pointes or 
lower on the essay or did not complete the essay within three semesters).  Evaluation of 
the data demonstrated that the average age of competent writers resulted in 36.1 years. 
Whereas, the average age of underprepared students resulted in 36.4 years.  Statistically, 
there was no significant age difference between the two groups. Therefore, the results of 
this study demonstrate that age does not appear to be a factor in whether a student is 
competent or not competent in their writing skills. 
Furthermore, evaluation of the gender data produced similar results.  Comparison 
of male and female percentages demonstrated that there were comparable numbers of 
each gender in both the competent and underprepared groups.  Statistically, there was no 
significant gender difference between the two groups. Therefore, the results of this study 
demonstrate that gender does not appear to be a factor in whether a student is competent 
or not competent in their writing skills.  Figure 2 is a graphical representation of the 
percent gender results. 
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Figure 2 

Target Population (% Gender) 
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To statistically explore the sample population of students, this researcher utilized 
the Microsoft Excel 2003 package.  As previously stated, the sample population 
(underprepared) consisted of those students who scored 49 points or lower on the 
admission essay or did not complete the essay within three semesters. This population 
was further divided into two groups:  Group 1 œ those students who did not take the Basic 
English course, Group 2 œ those students who did take the Basic English course.  The 
analysis was carried out utilizing the following student data: GPA, number of courses 
taken, admission essay date and score, date Basic English course (EN200) taken and 
grade. Table 2 displays the results of the statistical analysis. 
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Table 2 

Statistical Analysis (Sample Population)

Name of Statistic Group 1 
Did not take (EN200) 
Group 2 
Did take (EN200) 
Sample Size 148 23 
Mean GPA 3.101 2.641 
Standard Deviation (GPA) 1.073 1.003 
Mean Number of Courses 5.007 5.652 
Standard Deviation 
(mean # of courses) 
3.35 2.516 
The mean GPA (3.101) for Group 1 was significantly higher than the mean GPA 
(2.641) for Group 2. This is contrary to this researcher‘s hypothesis.  This researcher 
hypothesized that those students who completed a Basic English course would prove 
more success than those who did not complete the course.  Surprisingly, the results of the 
data do not support the researcher‘s hypothesis.  Furthermore, the results do not support 
the literature which suggests that remediation aids in the success of underprepared 
students. 
In addition, Group 1‘s mean GPA (3.101) met the criteria of success as defined by 
this researcher (3.0 on a 4.0 scale over three semesters).  Group 2‘s mean GPA (2.641) 
did not meet the criteria and was significantly lower than the 3.0 GPA success rate. It is 
worth mentioning that the standard deviations of both groups were statistically 
equivalent. This means the dispersion of data throughout each group was similar. 
While the average number of courses were different between Group 1 (5.007) and 
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Group 2 (5.652), this difference was less than one course.  Interestingly, it was Group 2 
that took more classes than Group 1.  Furthermore, the standard deviation for Group 2 
was significantly smaller than for Group 1.  This indicates that the dispersion of data 
within Group 2 was comparatively small.  Figure 3 displays the graphical representation 
of GPA and number of courses for Group 1 and Group 2. 
GPA and Number of Courses (Sample Population) 
3.101 
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5.652 
0 
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2 
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Figure 3 
Group 1 
Group 2 
In an attempt to further understand the student demographics of Group 1 and 2 of 
the sample population, this researcher investigated gender and age.  In matching with the 
target population gender results, there was no significant difference in male and female 
percentages between the two groups.  Figures 4 and 5 display the results.  Furthermore, 
age comparisons (Group 1 œ 36.1 years) and (Group 2 œ 36.4 years) also did not 
demonstrate significance. 
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Because this hypothesis was rejected, this researcher chose to re-examine the data 
to determine whether the students who did not complete the essay skewed the 
underprepared statistical results.  To that end, the mean GPA and number of courses 
taken for those students who chose not to complete the essay within three semesters were 
calculated.  The result of the analysis demonstrated that the average GPA was 3.09 and 
the number of courses was 5.22. Contrary to this researcher‘s definition of 
underprepared students, these results support the idea that students who did not complete 
the essay within three semesters were not necessarily underprepared writers. 
Summary 
In this chapter, this researcher presented the data and statistical analysis as 
described in previous chapters.  Evaluation of the data demonstrated no significant 
relationship between English remediation and student success as defined by the 
researcher. Therefore, this study did not support the researcher‘s hypothesis. 
Furthermore, the results of this study do not support the literature which suggests that 
remedial programs are essential to the success of underprepared students. The final 
chapter of this study includes limitations and recommendations for future research. 
Chapter 5 
DISCUSSION 
Summary and Conclusions 
Societal changes are driving the need to educate all people beyond a high school 
diploma.  However, many individuals entering postsecondary institutions are not 
prepared for college level academia.  In fact, McCabe (2000) suggested that nearly 30% 
of people seeking a college education are unprepared. To meet the demand of preparing 
students for postsecondary education, policy makers at institutions are charged with 
identifying, designing and implementing curriculum that aids in the success of all 
students, regardless of their academic preparedness.  In an effort to learn what makes 
unprepared students successful, researchers and practitioners continue to explore how 
these students become identified and placed in remedial programs. 
Most often students become labeled as underprepared through entry level testing. 
Entry testing often includes basic skills assessment in reading, writing and mathematics. 
Students scoring below the proficiency level in one or more of the assessments are often 
recommended to enroll in remedial courses.  While most of the research (Hadden, 2000; 
McCabe, 2000; Saunders, 2000; Roueche & Roueche, 1993) supports the concept of 
remedial programs, controversy in the educational community does exist. 
Debates over remedial education have begun to intensify.  Opponents of remedial 
programs argue that remedial curriculum is a repeat of the basic skills taught in high 
school.  They also believe that remedial course curriculum compromises the integrity of 
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college level academia.  While the debate on the effectiveness of remedial education 
continues, those who support remedial programs argue that no one can deny the 
importance of a well educated society. 
Summary of Statistical Analysis 
. In attempt to examine the effects of remediation, this researcher explored the 
success of the underprepared student population in an undergraduate adult program. 
Although the three —R‘s“ of education (reading, writing and arithmetic) are significant to 
remedial educators, it was beyond the scope of this study to address all three.  Therefore, 
this researcher was primarily concerned with writing remediation as a predictor of student 
success. 
The analysis of the underprepared student population at this university produced 
surprising results.  This population (sample population) consisted of 171 students.  For 
the purpose of this study, underprepared students were defined as those who scored 49 
points or lower on the admissions essay or did not complete the essay with three 
semesters. It is interesting to note that students in Group 1, those who did not take the 
Basic English course (EN200), were considered successful (mean GPA œ 3.101). Those 
in Group 2 who took the Basic English course proved to be unsuccessful (mean GPA œ 
2.641). Success was defined as maintaining a grade point average (GPA) of 3.0 on a 4.0 
grading scale over three semesters (fall 2005, spring 2006, and summer 2006). 
This researchers hypothesized that English remediation was a predictor of student 
success.  The results of this study do not support this hypothesis.  Furthermore, English 
62 
remediation did not aid in the success, based on the definitions (underprepared student 
and success) set up by this researcher.  Underprepared students were defined as those 
students who scored 49 points or lower on the admission essay or did not complete the 
essay within three semesters.  Success was defined as maintaining a GPA of 3.0 on a 4.0 
grading scale over three semesters.  While this researcher defined the population of 
students who did not complete the essay within three semesters as underprepared, this 
was not the case. In fact, further analysis of the data demonstrated that those students 
who did not complete the essay proved to be successful (GPA œ 3.09) and thereby 
prepared for college level coursework. 
Summary of Additional Findings 
It becomes interesting to note that out of 171 students defined as underprepared, 
128 did not complete the essay.  The other 43 completed the essay and scored 49 points 
or less.  This is a significant number of students (128) who chose not to abide by the 10 
day essay submission requirement.  Therefore, if students writing proficiency level is to 
be evaluated and used as a tool to determine English placement, essay submission 
requirements might need to be redefined. Undoubtedly, policy makers at the university 
where this study was conducted were aware of the situation and decided to change the 
essay submission policy at the conclusion of this study.  The new policy was 
implemented on August 22, 2006 and now requires students to complete and submit the 
essay along with the application.  Prospective students are not moved to student status 
until they have completed the essay requirement. Therefore, they are unable to register 
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for a course until the essay is submitted.  To that end, a large number of uncompleted 
essays should no longer be an issue at this university. 
Most notable in this research was the fact that of 518 students (target population) 
who began courses in one of the 5 or 8 week start dates of the fall 2005 semester, 241 
students scored 50 points or higher on the admission essay.  This is a significant number 
of students scoring within the proficiency level defined by the university.  Therefore, the 
misconception that students are not prepared for college level writing may be a 
misnomer.  It appears that most adult students entering the university where this study 
was conducted have adequate writing skills to become successful. 
Recommendations for Future Study 
Aside from this study, there is virtually no research on writing remediation in 
adult undergraduate programs.  To better assist in the success of adult underprepared 
students, it would benefit practitioners to learn more about English remediation and 
student success in varying realms of higher education.  To that end, this researcher offers 
several topics for future study. 
• Conduct a replication of this study and extend the timeframe to two or more 
years. 
• Conduct a similar study at this university and evaluate the curriculum of the Basic 
English course (EN200) to ensure that the topics covered truly impact student success. 
•  Conduct a statistical analysis on the competent student population, as defined by 
this researcher (50 pts. or higher on admission essay), to determine if writing competency 
translates into student success. 
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• Consider a replication of this study at a public institution that serves an adult 
student population. 
• Compare the level of retention of adult underprepared students with adult students 
who are defined as competent writers. 
• Consider a replication of this study at other private adult learning institutions. 
• Consider a replication of this study at a community college to determine if there is 
a relationship between type of institution and writing remediation. 
• Conduct a study with competent adult writers to identify characteristics of what 
makes a student successful. 
Study Limitations 
To further explore writing remediation and student success in undergraduate adult 
programs, this researcher presented several recommendations for further research.  While 
the results of this study will undoubtedly contribute to decisions set forth by policy 
makers at this university, this study includes limitations.  It is beyond the scope of most 
research to include all dimensions of the topic at hand.  As a result, this researcher 
addresses sample size and length of study as possible limitations. 
When conducting research, limitations in sample size are an important 
consideration for the creditability of the results.  In this study, the underprepared sample 
population consisted of 171 students. This sample was further divided into two groups: 
Group 1 students œ did not take a Basic English course - EN200 (148 students), Group 2 
students œ took a Basic English course (23 students).  Although a sample of 23 is 
adequate to carry our statistical analysis, a larger sample would have increased the  
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validity of this study.  Therefore, a limitation of this study might include sample size. 
One way to increase Group 2‘s sample size would be to conduct the same study over a 
longer time frame. 
This study covered a three semester (fall 2005, spring 2006 and summer 2006) 
timeframe.  Data collection began for students who started courses in any of the 5 or 8  
week start dates in the fall 2005.  Data were gathered from student records for fall 2005, 
spring 2006 and summer 2006.  Although one might suggest that a full year of data 
collection is significant to make generalizations about a study, extending the study two or 
more years would likely present greater validity and possible trends.  Unfortunately, this 
study did not allow for more than one year of data collection due to admission essay 
grading and policy changes. 
Prior to July 13, 2005 the admission essay grading score was 40 points or less. 
Therefore, students who scored 40 points or less on their essay were required to take a 
Basic English course (EN200).  On July 13, 2005 the grading policy changed from 40 
points or less to 49 points or less, thereby increasing the standard of competency based 
writing.  In an attempt to keep the data consistent, all essays entered into the database 
under the previous grading system were excluded from this study.  Furthermore, on 
August 22, 2006 the essay submission policy changed. Prior to August 22, 2006 students 
were required to turn in their essay within 10 days of turning in their application. 
However, there was no process in place to monitor this policy.  As this study 
demonstrated, a significant number of students (128) chose not to complete their essay. 
Under the new policy, students are required to complete the admission essay as part of 
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their application.  The new policy will eliminate any concern for incomplete essays.  As a 

result, extending this study to include data before July 13, 2005 or after August 22, 2006

would likely have skewed the analysis and lead to inaccurate statistical results.

Therefore, this researcher chose to limit the study to a one year timeframe (August 29,

2005 œ August 27, 2006) in which no changes were taking place.

Final Remarks 
A greater number of individuals are entering postsecondary education.  This trend 
is expected to continue as our technical and global economy is driving the need for a 
more educated society.  Many students who seek higher education become labeled as 
unprepared for college level academia.  In an attempt to serve this population, remedial 
programs are designed to ensure that underprepared students possess the necessary skills 
for college success. 
In conclusion, it became evident that there is virtually no research on English 
remediation for adult learners.  As a result, this researcher is hopeful that this study will 
encourage other researchers to explore the effects of remediation in adult programs. 
While the results of this study did not support this researcher‘s hypothesis, significant 
findings were revealed.  As a result, this research will contribute to the limited literature 
on unprepared adult students by offering policy makers and practitioners an 
understanding of remediation at all facets of education, to include adult learning 
programs. 
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